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Introduction
The aims of this study are to examine racial gaps in 
cognitive and socio-emotional development among 
boys in early childhood and to identify factors that 
contribute to early resilience among African-Ameri-
can boys. Our main research questions include: 
♦ What racial gaps emerge across cognitive and socio-
emotional development in early childhood among 
African-American infant, toddler, preschooler, and 
kindergarten boys and white-American boys?
♦ Do these gaps remain after controlling for family 
socio-economic status (SES) and other child, family, 
and home environment characteristics? 
♦ What factors contribute to early resilience and buffer 
against these risks among African-American boys?
A wealth of literature documents racial gaps and poor 
outcomes of school-age African-American children 
across a range of domains, including educational 
achievement measured by indicators such as test scores 
and rates of school exclusion.1 African-American 
children and youth are two-to-three times more likely 
to be suspended from schools.2 In particular, African-
American boys perform poorly compared with white 
boys or African-American girls in different education-
al outcomes. Data from 2003 to 2009 indicate that by 
fourth grade, African-American boys in public schools 
score about 30 points lower in reading than white 
boys, and this gap remains at eighth grade. Research 
also shows a similar trend in mathematic achievement. 
At fourth grade, African-American boys score about 
30 points lower than white boys and the gap increases 
to close to 40 points by eighth grade.3 
African-American boys also lag behind their female 
counterparts.4 While girls in general perform better in 
K-12 and in higher education than boys, gender dif-
ferences among African-American groups are larger 
than among other groups. African-American women 
account for 62 percent of all African-American 
undergraduates and two-thirds of those who earn an 
associate’s degree.5
An increasing number of research studies emphasize 
the importance of early childhood in determining 
one’s adult socio-economic outcomes.6 Early child-
hood development can have a long-term impact on 
later school achievement.7 Yet, less information is 
available on the early emergence of gaps across a range 
of cognitive and socio-emotional outcomes. 
For optimal personal and collective development of 
children and adolescents, five developmental domain 
factors are considered important: identity, emotion, 
social, cognition, and physical health.8 While early 
childhood is a critical stage,9 research rarely compares 
the racial gap across different outcomes during early 
childhood stages from nine months to kindergarten. 
Specifically, at nine and 24 months African-American 
boys score lower on cognitive assessments, manifest 
poorer health outcomes, and exhibit less secure attach-
ments.10 The factors that contribute to these early gaps 
or that are protective against poor outcomes are less 
clearly understood. Thus, it is important to identify 
when and how racial disparities among African-Amer-
ican and white boys emerge in early childhood and to 
examine factors that can contribute to early resilience. 
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Theoretical Models for Understanding the Racial Gap
Three main perspectives are used to understand racial 
gaps in test scores. The first perspective claims that 
racial differences in intelligence scores are genetic.11 
This claim has not received empirical support.12 The 
second perspective argues that racial differences in 
family background largely contribute to the gaps in 
test scores. Research in this area has found that family 
socioeconomic status (SES), such as family income 
and assets, accounts for racial gaps in achievement 
scores. However, even after controlling for family 
SES, there are unexplained differences in test scores 
between black and white children.13 The third per-
spective emphasizes the home environment, including 
parenting practices, mother’s perceived self-efficacy, 
mental health, and emotional support, as contribut-
ing to racial gaps in achievement outcomes.14 The 
second and third perspectives are interrelated since 
low socio-economic status, including poverty, causes 
stress and negative effects on parents’ mental health 
and parenting practices.15 On the other hand, having 
more financial resources allows parents to invest in 
materials such as toys and books, as well as less tan-
gible resources which benefit children’s development, 
such as time and supervision.16 17
While the socioeconomic attainment of African-
Americans has improved greatly since the 1960s,18 
there has been considerable class differentiation 
among African-American communities, and African-
American children living in poverty have remained 
extremely disadvantaged.19 African-American young 
children are more likely to live in poverty than other 
racial/ethnic groups except American Indians. About 
66 percent of African-American young children are 
living in low income families and 41 percent are 
poor.20 The consequences of this disadvantage are pro-
found, as early childhood poverty can result in poor 
outcomes in adulthood.21
Resilience Among African-American Boys in Early Childhood
A large body of research documents risk and resilience 
in early childhood.22 However, research on resilience 
among children from diverse racial, ethnic and lan-
guage backgrounds has not been widely examined.23 
And what we do know has focused on negative 
outcomes rather than processes that might promote 
positive development.24 In addition, very few studies 
have looked at resilience among young children.
Research in this area has defined resilience as func-
tional competence or optimal development in the 
midst of exposure to hazards, threats, or adversities of 
any kind.25 How resilience is measured in the litera-
ture varies.26 However, work in this area generally 
suggests that resilience is characterized as the positive 
end of the distribution on developmental outcomes 
amidst high risk or when individuals exposed to risk 
exhibit better-than-expected outcomes.27 Thus, iden-
tifying resilience requires information on both the 
exposure to adversity and about how well the indi-
vidual is functioning in life.28 Resilience, in short, does 
not occur in the absence of adversity. 29
Two main models are generally used to examine 
resilience. The first is the compensatory model, which 
argues that protective factors counter the impact of 
negative events on children’s lives.30 In other words, 
the presence of something good is expected to coun-
terbalance the influence of something bad, and these 
factors can be combined additively to influence 
children’s outcomes. The second model also assumes a 
linear relationship between negative and positive life 
events. However, according to this model, risks and 
protective factors do not exert the same influence over 
children’s development. Protective factors are assumed 
to be more important so that exposure to multiple 
risks has less effect on children’s healthy development 
when children have a significant number of protec-
tive factors.31 Both models have been empirically 
examined and received support, lending credence to 
the idea that there is a set of resources from which 
children can benefit that are related to healthy child 
development, even in the midst of adversity.32
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The protective factors that have been found to facili-
tate resilience are typically grouped into three catego-
ries: 1) individual child factors, 2) family factors, and 
3) social support.33 Individual child factors include 
sociability, such as temperament and intellectual capa-
bility/cognitive development as well as racial identity. 
Family factors range from socio-demographic charac-
teristics, such as educational attainment, family struc-
ture, income and employment status and neighbor-
hoods, to factors related to family environment, such 
as maternal warmth and responsiveness, supervision, 
and the absence of neglect. The third set of protective 
factors involves social support and external resources, 
such as school and community relations and the pres-
ence of social networks. 
For the purposes of this report, resilience is conceptu-
alized broadly to include all African-American boys. 
That is, given that African-American boys, relative 
to their white peers, are more likely to be exposed to 
a range of risk factors, such as poverty, and that they 
also tend to have poorer outcomes when compared to 
both white boys and black girls, our analyses are not 
limited to any one particularly risk-exposed popula-
tion (such as neglected children). In addition, we fo-
cus on a select set of protective factors that have been 
shown in the literature to be associated with positive 
outcomes in early childhood. 
Thus, following these frameworks, we first examine 
how much of the racial gap remains across a range 
of developmental outcomes in early childhood after 
controlling for key family and child characteristics. 
Second, we investigate how key protective factors 
including maternal mental health, maternal warmth, 
having a checking or savings account, providing 
educational resources to children (such as toys), and 
family socioeconomic status (income and education) 
facilitates early resilience among African-American 
boys. 
Description of Data and Methods Used in this Report
This study uses the Early Childhood Longitudinal Study-Birth Cohort (ECLS-B) data, collected by the National Center for 
Education Statistics in the U.S. Department of Education. The ECLS-B is a nationally representative longitudinal study of 
approximately 11,000 children who were born in 2001. The children in the ECLS-B have been followed longitudinally 
and there are currently five waves of data available capturing children when they are 9 months old, 24 months old, 
48 months old, and entering kindergarten (2006 and 2007 waves). The data provide information on children’s overall 
development, health, care arrangements, and education from birth through kindergarten entry. The research presented 
here is based on all five waves of data. At baseline, there were 800 African-American boys and 2,200 white boys.  
For analyses examining the racial gap in cognitive and socio-emotional development, the sample includes both African-
American and white boys. For analyses assessing early resilience, the sample is limited to African-American boys. 
Analyses at each wave are limited to children with complete information on all of the developmental outcomes and 
indicators of interest. We use the person-level weights constructed for the ECLS-B at each wave to produce nationally 
representative estimates.
Ordinary least squares (OLS) regression is used to estimate the racial gap in cognitive and socio-emotional develop-
ment across the different stages of early childhood. Logistic regression is used to examine the relationship between a 
number of protective factors and early cognitive and socio-emotional resilience. All findings discussed in this report  
are significant at the .05 level, unless otherwise noted. Additional indictors of statistical significance are: + p<0.10  
* p < 0.05, ** p < 0.01, *** p < 0.001.
For a more detailed discussion on data and methodology, please see Appendix A.
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 All 
(N=3,000)
African-American Boys
(N=800)
White Boys
(N=2,200)
Mean Std. Dev. Mean Std. Dev. Mean Std. Dev.
Child and Family Characteristics at 9 months
African-American 0.20 0.40 --- --- --- ---
Child had low birth-weight 0.07 0.26 0.10 0.30 0.06 0.24
Child age (in months) 10.47 1.95 10.43 1.89 10.48 1.96
Mother has less than HSD 0.13 0.34 0.37 0.48 0.09 0.29
Mother – high school graduate 0.28 0.45 0.37 0.48 0.26 0.44
Mother – some college or more 0.59 0.49 0.37 0.48 0.65 0.48
Having two parents 0.80 0.40 0.42 0.49 0.90 0.30
Received WIC 0.43 0.50 0.80 0.40 0.34 0.47
Mother is teenage 0.11 0.31 0.19 0.39 0.08 0.28
Family income 7.85 3.42 5.14 3.31 8.54 3.08
Having checking/saving account 0.80 0.40 0.57 0.50 0.86 0.35
Provide toys to children 0.85 0.36 0.69 0.46 0.89 0.31
Parental warmth 35.11 4.50 33.59 4.34 35.47 4.46
Mother is not depressed 0.64 0.48 0.48 0.50 0.68 0.47
Child’s Outcomes at 9 Months
Cognitive development 76.47 9.78 75.72 10.11 76.66 9.69
Motor development 55.88 9.29 57.26 9.19 55.53 9.28
Socio-emotional development 24.32 3.75 23.81 3.91 24.46 3.69
Child’s Outcomes at 24 Months
Cognitive development 126.93 10.67 122.80 10.25 127.94 10.53
Motor development 81.25 4.95 81.85 5.22 81.10 4.87
Socio-emotional development 8.98 2.10 8.32 1.98 9.13 2.10
Child’s Outcomes at Preschool
Reading skills 25.50 9.92 21.76 8.64 26.36 9.99
Mathematic skills 29.79 9.72 25.69 8.84 30.73 9.67
Language development 2.39 1.02 2.21 0.92 2.44 1.04
Socio-emotional development 8.58 1.52 7.89 1.53 8.73 1.48
Child’s Outcomes at Kindergarten
Reading skills 38.53 15.11 34.26 13.69 39.79 15.28
Mathematic skills 40.94 10.88 36.08 10.48 42.38 10.58
Language development 3.42 0.79 3.25 0.79 3.47 0.79
Socio-emotional development 31.29 3.97 30.78 4.40 31.44 3.82
Table 1. Characteristics of African-American Boys in ECLS-B Sample
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Results
Table 1 shows overall descriptive characteristics by 
race, observed at baseline when boys were 9 months 
old. Twenty percent of the sample is African-Amer-
ican. In terms of child characteristics, about seven 
percent of all boys had low birthweight. A slightly 
higher proportion of African-American boys had low 
birthweight (10 percent) compared with six percent of 
white boys. As shown, African-American boys have 
many socio-economic disadvantages compared with 
their white counterparts. For example, close to two-
thirds of white boys have a mother whose education is 
some college or more (65 percent) compared with less 
than half of African-American boys (37 percent). The 
overwhelming majority of white boys were living with 
two parents (90 percent) at 9 months. In contrast, 
only 42 percent of African-American boys resided in 
a two-parent family at baseline. Further, the major-
ity of African-American boys live in households that 
receive WIC35 (80 percent), compared with 34 per-
cent of white boys. While the data are not shown, on 
average, household income among African-American 
boys ranges from $20,000 to 30,000, compared with 
$40,000 to 50,000 among white boys. In terms of 
having additional resources, only slightly over half of 
African-American families said they have a checking 
and/or savings account, while the majority of white 
families had an account (86 percent). 
Main Findings: Racial Gaps in Early Childhood Outcomes Among Boys36
Socio-emotional Development 
♦ African-American boys have significantly lower 
scores on socio-emotional development37 starting 
from 9 months to pre-school age and this gap 
remains significant even after controlling for SES 
and demographic characteristics (see Figure 1). 
However, among kindergarten boys, the racial  
gap gets smaller than the gaps observed among  
24 months and pre-school boys. Once we account 
for SES and demographic characteristics, the gap 
was no longer significant at kindergarten. 
Figure 1: Racial Gaps in Socio-Emotional Development by Age
Note: Statistical significance are: + p<0.10 * p < 0.05, ** p < 0.01, *** p < 0.001. 
With controls are adjusted for child’s age, mother’s education, two-parent households, 
WIC receipt, teen mother, child low birthweight, family income, having checking/saving 
accounts, and parents providing toys to children. 
-0.25
-0.20
-0.15
-0.10
-0.05
0.00
With controlsWithout controls
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Cognitive Development 
♦ African-American infant boys are not signficantly 
different in cognitive development38 from their 
white counterparts (see Figure 2). Once we control 
for SES and other key family characteristics, 
African-American infant boys do slightly better 
on cognitive development, although it is not 
statistically significant.39 However by 24 months, 
significant racial gaps emerge in cognitive 
development among boys, although the gap 
is extremely small (about -0.07 of a standard 
deviation) after accounting for racial differences 
in socio-economic and other key demographic 
characteristics.40 
Reading Scores
♦ African-American boys score relatively lower (from 
about one-tenth to one-fifth of a standard deviation) 
in reading skills assessments (see Figure 3).41 How-
ever, once we control for SES, financial resources 
and demographic characteristics, the gaps disappear 
at pre-school age and at kindergarten, in fact, we see 
a better significant outcome for African-American 
boys than white boys. 
Mathematics Scores 
♦ African-American preschool and kindergarten boys 
score relatively lower (about one-fifth of a standard 
deviation) in math assessments (see Figure 4).42 
However, once we control for SES, financial re-
sources and demographic characteristics, the gaps 
disappear. 
Language assessment scores
♦ African-American preschool boys score relatively 
lower in language skills assessments43 than white 
boys, and the gap is significant (see Figure 5). 
Among kindergarten age, this gap continues to be 
statistically significant and gets larger. However, 
once we control for SES, financial resources and 
demographic characteristics, the gas disappear. 
In summary, we find that racial disparities in socio-
emotional development emerge at 9 months, and 
remain among toddlers and preschool-age boys. After 
-0.25
-0.20
-0.15
-0.10
-0.05
0.00
Kindergarten
(N=1700)
Preschool
(N=1950)
Figure 4: Racial Gaps in Mathematics Scores
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Figure 2: Racial Gaps in Cognitive Development 
Figure 3: Racial Gaps in Reading Scores 
Note: Statistical significance are: + p<0.10 ; * p < 0.05, ** p < 0.01, *** p < 0.001. 
With controls are adjusted for child’s age, mother’s education, two-parent households, 
WIC receipt, teen mother, child low birthweight, family income, having checking/saving 
accounts, and parents providing toys to children. 
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controlling for SES and other key demographic and 
family characteristics, these disparities are no lon-
ger significant in kindergarten. The gaps in cogni-
tive development also emerge at 24 months and are 
significant even after controlling for SES and other 
key demographic and family characteristics. On the 
other hand, racial disparities in math and reading 
scores found in preschool and kindergarten appear 
to be largely due to differences in SES and other key 
demographic characteristics such as not having low 
birthweight and not receiving public assistance (such 
as WIC) . 
Given these findings, we examine the protective 
factors that facilitate positive development 44 among 
African-American boys in the areas where we find 
racial disparities: socio-emotional development at 9, 
24, and 48 months, and cognitive development at 24 
months.
Main Findings: Early Resilience Among African-American Boys
Resilience in Socio-emotional Development
Infant Boys (9 Months)
♦ Providing Toys Matters: African-American 
infant boys benefit from early exposure to toys 
(see Figure 6). Infants with mothers who provided 
toys during the HOME assessment are more than 
twice as likely to exhibit above average socio-
emotional development relative to infant boys 
with mothers who did not provide toys. This effect 
remains statistically significant after controlling for 
important child and family characteristics such as 
low birthweight, child age, family structure, and 
receipt of WIC.
Toddler Boys (24 Months)
We do not find evidence that the protective factors 
identified here are associated with African-American 
boys having above-average socio-emotional develop-
ment at 24 months (data not shown). When we look 
at boys with exceptional pro-social behaviors at 24 
months (scoring at the 75th percentile or above), our 
results indicate that maternal education is significantly 
-0.12
-0.10
-0.08
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-0.04
-0.02
0.00
Kindergarten
(N=1700)
Preschool
(N=1950)
Figure 5: Racial Gaps in Language Skills
Note: Statistical significance are: + p<0.10 ; * p < 0.05, ** p < 0.01, *** p < 0.001. 
With controls are adjusted for child’s age, mother’s education, two-parent households, 
WIC receipt, teen mother, child low birthweight, family income, having checking/saving 
accounts, and parents providing toys to children. 
With controls
Without controls
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-0.08
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-0.04
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Figure 6: Positive Factors that Promote Resilience in Socio-emotional
Development at 9 Months Among African-American Boys (N=500)
Note: Statistical significance are: + p<0.10 * p < 0.05, ** p < 0.01, *** p < 0.001. 
With controls adjusted for low birthweight, child age, teen mother, two parent household 
and WIC receipt (please see the details in Appendix B, table 1).
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and positively associated with exceptional socio-emo-
tional resilience(data not shown). However, research 
suggests the importance of racial socialization45 on 
socio-emotional development and future research 
needs to explore or disentangle the impact of racial 
socialization on socio-emotional development.
♦ African-American male toddlers with mothers who 
have some college education are twice as likely as 
toddlers with mothers who have less than a high 
school diploma to score in the 75th percentile on 
pro-socioemotional development. 
Preschool-age Boys (48 Months)
Maternal mental health and access to toys support 
social emotional development.(see Figure 7)
♦ Providing toys to African-American boys at 9 
months (baseline) more than doubles the odds 
of being above-average on socio-emotional 
development in preschool.
♦ African-American preschool boys with mothers 
who are not depressed at baseline are two times 
more likely to exhibit above average socio-
emotional development compared with their 
counterparts with depressed mothers at 9 months.
♦ There is also evidence that household income is 
positively associated with pro-socioemotional 
development in preschool, although this 
relationship does not hold once child and family 
characteristics at 9 months are controlled. 
Resilience in Cognitive Development 
Toddler Boys (24 Months)
♦ Maternal Education Matters: African-American 
male toddlers with mothers who have at least some 
college are more likely to score above-average on 
cognitive development compared with those whose 
mothers have less than a high school diploma (see 
Figure 8). In short, the odds of scoring above aver-
age on the cognitive development assessment is 2.17 
times greater for boys with mothers who have some 
college relative to mothers with less than a high 
school diploma.
♦ Family Resources and Assets Matter: Living in 
a household with a checking or savings account 
increases the odds of performing above-average on 
the cognitive development assessment, although this 
relationship disappears when child and family char-
acteristics such as low birthweight, family structure 
and WIC receipt are taken into consideration.
Figure 7: Positive Factors that Promote Resilience in Social-emotional 
Development at Preschool Among African-American Boys (N=400)
Note: Statistical significance are: + p<0.10 * p < 0.05, ** p < 0.01, *** p < 0.001. 
With controls adjusted for low birthweight, child age, teen mother, two parent household 
and WIC receipt (please see the details in Appendix B, table 2).
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Figure 8: Positive Factors that Promote Resilience in Cognitive
Development at 24 Months Among African-American Boys (N=400)
*
Note: Statistical significance are: + p<0.10 * p < 0.05, ** p < 0.01, *** p < 0.001. 
With controls adjusted for low birthweight, child age, teen mother, two parent household 
and WIC receipt (please see the details in Appendix B, table 3).
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Discussion
Our first question was “What racial gaps emerge 
across behavioral, developmental, and educational 
outcomes of boys in early childhood from infant, 
toddlers to preschool and kindergarten?” The second 
question was “do the gaps remain after controlling for 
family socio-economic status (SES) and other child, 
family, and home environment characteristics?” 
Based on analyses of the gaps in early child devel-
opment among African-American and white boys, 
we find evidence of racial gaps in socio-emotional 
development as early as 9 months. The gaps con-
tinue to grow until preschool-age in socio-emotional 
development. Further, even after controlling for key 
demographic and family characteristics such as family 
income, mother’s education, family resources, (such as 
having a checking and/or savings account), and child’s 
age and low birthweight status, we find that racial gaps 
in socio-emotional development remain in boys up to 
preschool. 
Racial gaps in cognitive development emerge at 24 
months and remain even after controlling for key 
demographic and family characteristics. Further, in 
reading and mathematics skills, we find significant 
differences between African-American and white 
preschool boys. The gap is still apparent in reading 
and mathematics by kindergarten and we also find 
evidence of differences in language skills by this age. 
However, the gaps in most of the school readiness 
outcomes disappear at pre-school and kindergarten, 
once we control for key demographic and family 
characteristics. Thus, racial differences in SES, finan-
cial resources, and child characteristics such as low 
birthweight may be contributing to the gap in educa-
tional outcomes. 
We then asked what factors contribute to early 
resilience, meaning above average achievement in 
socio-emotional and cognitive development among 
African-American boys. Our results indicate that 
among African-American toddlers, maternal educa-
tion contributes to above-average achievement, but 
only for cognitive development. That is, male toddlers 
with mothers who have at least some college are more 
likely to exhibit above-average cognitive development 
relative to male toddlers with mothers who do not 
have a high-school diploma. The protective factors 
identified here do not do much to explain above aver-
age development in pro-social behavior. However, we 
do find evidence that maternal education – specifical-
ly having at least some college – is an important factor 
predicting exceptional behavioral development (at 
the 75th percentile) among toddlers underscoring the 
important role of education in early resilience among 
African-American boys.
By preschool, maternal mental health and the provi-
sion of toys appear as significant protective factors 
associated with pro-socioemotional development. 
Having a mother with good mental health and provid-
ing toys early in childhood matter in a positive way 
for pro-social development among boys.
Limitations of this Study
One of the limitations of this study is missing data. 
For example, about six percent of the observations 
were missing data on providing toys, and about three 
percent of child outcome measures were missing due 
to non response at 9 months. Further, due to sample 
attrition from 24 months to kindergarten, between 
15 to about 40 percent of child outcome measures 
had missing data. Thus, the findings of this study may 
have potential biases due to missing data. Secondly, 
compared with other national surveys such as the 
Panel Study of Income Dynamics (PSID) and National 
Longitudinal Survey of Youth (NLSY79) child data, the 
racial gaps found using ECLS-B are much smaller.47 
Thus, future research should test whether we find 
similar results using other national data sets. In addi-
tion, we are also limited to self reports in measuring 
maternal depression since we do not have a clinical 
measure of depression. Also the mechanism by which 
providing toys influences child development could be 
further examined. 
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Policy Recommendations
♦ Early mental health prevention and intervention 
for African-American boys. One of the key 
findings of this brief is that African-American 
boys are particularly vulnerable in socio-emotional 
development, and they appear to fall behind 
very early on in their life compared with white 
boys. Research has shown that socio-emotional 
competence is particularly important for early 
academic performance and young children 
who behave in anti-social ways are less likely to 
participate in the classroom and to be accepted by 
their classmates and teachers.48 Thus, emotional, 
social and behavioral competence during early 
childhood is an important predictor of academic 
performance in elementary school, above and 
beyond cognitive skills and family background.49 
Children who can regulate their emotions well 
despite their disadvantaged background perform 
better in school.50 It is important to provide effective 
prevention and early intervention programs to 
promote the socio-emotional well-being of young 
children. 
♦ Providing behavioral health/mental health 
programs for mothers with young children. 
Research also shows that children who have a 
mother with depression are more likely to face 
socio-emotional health problems.51 52 The effect 
of parenting supports on child development for 
mothers with depression warrants additional 
attention.53 Research shows that for mothers of 
young children there may be a positive association 
between a mother’s mental health and her 
interaction with her child.54 Thus, it is important 
to provide effective programs that are culturally 
competent and promote the mental health of 
mothers as well as socio-emotional development of 
young children.
♦ Income enhancement and increasing financial 
resources are important but the method of 
providing such assistance may be a key. Our 
research shows that providing toys is associated with 
early resilience and this supports the investment 
model, which suggests that children benefit from 
resources invested in them.55 Research shows that 
income supplement programs can have a positive 
effect on children’s mental health.56 Thus, policies 
that increase the financial resources available for 
families to invest in children may be important 
for positive child development. The importance 
of income and assets for family economic security 
and child development is well-documented.57 In 
addition to income supplement programs, asset-
building programs such as Children’s Saving 
Accounts and Individual Development Accounts 
(IDA) are important ways to increase financial 
resources among disadvantaged African-American 
families. Further, having financial assets is positively 
associated with reducing problem behaviors among 
young children.58 On the other hand, research 
suggests that cash-assistance programs such as 
AFDC/TANF were associated with depression 
and substance use among women, although the 
causal relationship is less clear.59 Thus, programs 
that promote economic self-sufficiency may better 
contribute to the optimal mental health of low-
income mothers and socio-emotional development 
of children. 
 We also find a positive effect of WIC on infant 
socio-emotional development. This may be due to 
the fact that WIC receipt incorporates training and 
parent education programs that can lead to better 
parenting practices, which result in better socio-
emotional outcomes among African-American 
infants. 
♦ Increasing educational opportunities for mothers. 
Mother’s education plays a crucial role in child 
development and despite considerable progress 
achieved by African-American women, our data 
show that African-American mothers are much 
less likely to have college education than white 
mothers.60 Overall, about 57 percent of African-
American women have some college education 
compared with 72 percent of white women.61 
Research evaluating two-generation programs, 
which offer early childhood education programs to 
children while at the same time providing parents 
with both parenting and adult education (such 
as GED completion course, literacy education, or 
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job training) indicate some success that mothers 
in these two-generation programs are more likely 
to attain a GED that those who are not in those 
programs.62 Thus, it is important to develop policies 
that further promote educational attainment of 
African-American women.
♦ Providing educational resources to children. 
As mentioned above, we find providing toys is 
associated with early resilience. Further, given that 
research finds the effect of income on cognitive 
ability is mediated by the home environment 
(which includes learning experiences in the 
home), interventions beyond increasing financial 
resources for families, such as those that focused 
on parenting practices, may also be beneficial to 
children’s development.63 According to several 
evaluation studies, there is some evidence that 
parenting and child intervention programs improve 
child development by influencing parenting 
behaviors, such as enhancing parenting skills to 
care for children in ways that promote positive 
child development.64 Furthermore, some of the 
work in this area has found that the most successful 
parenting education programs involve home visits 
and hands-on parent education, such as learning-
oriented programs that provide parents with 
instructions, materials, and role-playing exercises.65 
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APPENDIX A: Data and Methods
Sample
This study uses data from the Early Childhood Lon-
gitudinal Study-Birth Cohort (ECLS-B), which is a 
nationally representative study of children born in 
the United States in 2001. The ECLS-B sample was 
designed to represent the nearly four million children 
born in the United States in 2001. The initial sample 
was selected using a clustered list frame approach and 
the sampling frame included registered births in the 
National Center for Health Statistics’ vital statistics 
system. The primary sampling units (PSU) were coun-
ties or groups of counties. Children were sampled 
by occurrence of birth within these PSUs. The initial 
sample excluded children who had died or who had 
been adopted after the issuance of the birth certificate 
and infants whose birth mothers were younger than 
15 years at the time of their child’s birth. The children 
in the ECLS-B have been followed longitudinally and 
there are currently five waves of data available captur-
ing children when they are 9 months old, 24 months 
old, 48 months old, and entering kindergarten (2006 
and 2007 wave). The research presented here is based 
on all five waves of data.
The baseline survey consists of 10,688 infants. Nearly 
all children who participated in the ECLS-B lived with 
their biological mothers at 9 months and most lived 
with their biological fathers (78 percent). 
Because the purposes of the reports in this series are 
to: 1) examine the race gap in children’s motor, cogni-
tive, and socio-emotional development across their 
early years and 2) examine the factors that can con-
tribute to resilience among black boys in early child-
hood (between ages birth to 6), this report focuses on 
black and white children. The final analytical sample 
varies across waves, but is comprised of 3,000 children 
at baseline – 800 African-American and 2,200 white 
boys. Analyses at each developmental stage are limited 
to children who have complete information on the 
assessment data and covariates.
Method
For the research brief examining the race gap among 
African-American and white boys, we performed 
Ordinary Least Squares (OLS) regression. We assessed 
gaps in both cognitive and socio-emotional devel-
opment outcomes across the four developmentally 
distinct stages: 9 months, 24 months, preschool-age 
(24 months), and kindergarten. For the research brief 
assessing early cognitive and socio-emotional resil-
ience among African-American boys, we used logis-
tic regression to examine the relationship between 
a number of protective factors and above-average 
achievement. 
All analyses have been weighted using person-level 
weights constructed for the ECLS-B. The weights 
adjust for disproportionate sampling, survey nonre-
sponse, and noncoverage of the target population. In 
the two reports, we use W1C0, W2C0, W3C0, and 
WK1C0 for the 9 month, 24 month, pre-school, and 
kindergarten analyses, respectively. These weights are 
acceptable for cross-sectional analyses of child assess-
ment data in the ECLS-B.*
All findings discussed in this report are significant 
at the .05 level, unless otherwise noted. Additional 
indictors of statistical significance are: * p < 0.05,  
** p < 0.01, *** p < 0.001.
__________
* National Center for Education Statistics. 2005. Early Childhood Longitudinal Study, Birth Cohort: 9-Month Public Use Data File User’s Manual.  
Washington, DC: National Center for Education Statistics, U.S. Department of Education.
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APPENDIX B: Complete Results for Analysis of Early Resilience (Above Average) 
Among African-American Boys
Table 1: Odds Ratio Estimates for Resilience in Socio-emotional Development at 9 Months (N=500)
(Independent Variables) Without controls With controls
Mother provides toys 2.493 *** 2.577 ***
Mother has some college 1.34 1.369
Mother is high school graduate 1.306 1.161
Mother is not depressed 1.128 1.157
Maternal warmth 1.035 1.025
Household income 1.026 1.035
Table 2: Odds Ratio Estimates for Resilience in Socio-Emotional Development at Preschool Among African-American Boys (N =400)
(Independent Variables) Without controls With controls
Mother provides toys 2.315 * 2.193 *
Mother is not depressed 2.180 ** 2.018 **
Mother has some college 1.734 1.325
Household has checking/savings account 1.540 1.168
Household income 1.100 * 1.034
Maternal warmth 1.026 1.012
Table 3: Odds Ratio Estimates for Resilience in Cognitive Development at 24 Months Among African-American Boys (N=400)
(Independent variables) Without controls With controls
Mother has some college 2.42 ** 2.17 *
Mother is high school grad 1.809 1.717
Household has checking/savings account 1.718 * 1.61
Mother is not depressed 1.173 1.043
Household income 1.045 1.025
Maternal warmth 1.021 1.005
NOTE: With controls include low birthweight, child age, teen mother, two parent household and WIC receipt; statistical significance are:  
+ p<0.10 ; * p < 0.05, ** p < 0.01, *** p < 0.001. 
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